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Abstract
The rationale underlying learning Turkish and strategies used when learning Turkish as a second language (hereafter TSL) are main impetus for the study reported in this chapter. 63 TSL pre-intermediate learners from 25 different linguistic background participated the qualitative study. It was qualitative, because it was thought to be better to elicit what encouraged learners in the study to come to Turkey to get Turkish medium of instruction at tertiary level and what strategies they generally used when learning Turkish. Observations/Field notes and interview data revealed that learners did not have any type of attitude problem to Turkish; rather, they all wanted to learn Turkish to get a better education, to get a better job, and to get better life conditions in Turkey. Therefore, it was not unnatural to find in the data that the learners used especially ‘metacognitive strategies’ the most to learn Turkish faster, easier, and simpler. An array of pedagogical implications is given at the end.
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1 INTRODUCTION
Although the field related to teaching Turkish either as a second or as a foreign language is now in its embryonic stage, not only the importance of Turkish but also the number of Turkish language learners is growing exponentially in recent years, so much so that many more articles are now being published as to how it could be better to teach Turkish core vocabularies (Barın, 2003) and Turkish language skills notably writing and speaking (Şeref, 2013), writing (Tiryaki, 2013; Yılmaz, 2015), or writing anxiety (İşcan, 2015). To teach Turkish in a better way, a growing body of research was also conducted on how to use Nasreddin Hodja anectodes (Akkaya, 2013), Turkish folk literature (Tuna, 2014), or games (Kara, 2010), specifically plays such as Hacıvat and Karagöz (Yılmaz and Taşkın, 2014). In addition, the number of books especially published by international publishing companies is increasing. For instance, much more recently, Gürel (2016) edited a book named as “second language acquisition of Turkish” and published it from John Benjamins Publishing Company. In the book, Gürel both wrote and brought together current findings of eleven studies that researched the processing of various linguistic properties of Turkish (such as phonology, morpho-syntax, pragmatics) and their interfaces. Last but not least, to bring academicians together both in Turkey and abroad so that they can share their knowledge, international conferences (despite their fewer number) are organized on better ways of teaching Turkish around the world, of which International Congress of Teaching Turkish as a Foreign Language (ICOTFL) is now viewed as the paragon.
However, both the number of organizations and range of studies are still limited. The number of conferences is few, especially given that it was even the second of ICOTFL that was held in Munich, Germany in 2016. Also, to the best knowledge of the researchers, not many studies can be found in the literature exploring what motivates learners of Turkish and what learning strategies in general they deploy when learning Turkish. Therefore, the study reported in this chapter elucidates the rationale behind learning Turkish and strategies used when learning Turkish as a second language.
1.1 The Literature – Language Learning Strategy
In the last four decades, even though the learner has faced with a “relative neglect” (Dansereau, 1978, p. 78) and the learner’s problems have been ‘underestimated’ (Larsen-Freeman, 2001, p. 12), many studies have still burgeoned, seeking to find out what the learner can in fact perform especially by the use of language learning strategies mostly in English (e.g., Chamot, 2001; Cohen, 2011; Griffiths, 2008, 2015; Macaro, 2006; Oxford, 1990; Rubin, 1975; Stern, 1975; Wenden, 1991). 
Oxford (1990) defined language learning strategies as “specific actions taken by the learner to make learning easier, faster, more enjoyable, more self-directed, more effective, and more transferable to new situations” (p. 8), creating a self-report questionnaire known as the Strategy Inventory for Language Learning (SILL), and identifying a large number of language learning strategies which were divided into six groups: memory, cognitive, compensation, metacognitive, affective, and social (see Oxford, 1990, for detailed explanations of the categories). 
Today, although it is a controversial issue, language learning strategies are still widely believed to be among many other factors that contribute to learners’ second language development. For instance, Green and Oxford (1995) set a positive relationship between learners’ proficiency level and strategy use. Later studies reached similar conclusions between strategy use and successful learning (e.g., Hong-Nam and Leavell, 2006). In her studies, Griffiths (2008; 2013) also found the higher use of strategies by higher proficient learners compared to those used by the lower proficient. Nevertheless, it should be kept in mind that language learning strategies can be only one of the contributing factors to the second language development, because as well as other components of individual differences (e.g., age, gender, aptitude, attitude, identity, etc.) motivation lies in the other side of the same coin.
1.2 The Literature – Language Learning Motivation
Individual learner traits, partially notwithstanding, play an important role in the learner’s strategy choice. Of these dauntingly large number of individual characteristics (Pawlak, 2012), the best known is motivation (e.g., Dörnyei and Ushioda, 2010), without which as the key learner variable “nothing much happens” (Cohen and Dörnyei, 2002, p. 172). Defined as ‘what moves a person to make certain choices, to engage in action, and to persist in action’ (Ushioda, 2008, p. 19), motivation is sine qua non for students to allocate time, to put effort, and in fact to invest on the language itself (e.g. Norton Peirce, 1995). By doing so, with higher motivation, students gain the ability not only to become autonomous, which Holec (1981) defined as “the ability to take charge of one’s own learning” (p. 3), but also to save their sense of identity while learning the second language (e.g., Soruç and Griffiths, 2015). Motivation can also be tapped on sociocultural theory (e.g. Lantolf, 2000; Vygotsky, 1978), which Norton and Toohey (2001) best describes with the experiences of two Polish immigrants (Eva and Julie) having managed to establish their own identities in their respective social situations. It clearly shows that strategy use and motivation to learn the language are contrived with the social context in which they are flourishing.
In addition to motivation, positive emotionality, was recently put forward as another important factor in L2 and/or L3 investment. For instance, Dörneyi and his colleagues (Dörnyei, Ibrahim and Muir, 2015; Dörnyei, Muir and Ibrahim, 2014; Muir and Dörnyei, 2013) argued that language investment is of greater importance for a long-term L2 attainment. In their recent interview-based study, Henry, Davydenko and Dörnyei (2015) developed Directed Motivational Currents (DMCs) as a construct, which they described as ‘the phenomenon of a period of intense and enduring motivation in pursuit of a highly desired personal goal or vision’ (p. 329). According to the results, it was ‘sustained motivated behavior, the generation of positive emotionality, and the direction of motivated behavior toward long-term identity investment goals’ (p. 329) that led to the development of their participants on L2 (Swedish).
To conclude, the major impetus of the study in this chapter is lucid enough, specifically bearing the following research questions in mind (although it was not limited only to them because of the nature of the qualitative studies):
1)	What motivates learners to learning Turkish as a second language in Turkey?
2)	Which language learning strategies do they use most?
2 THE STUDY
2.1 Setting
This study was carried out at TOMER center of a state university in Turkey in the Fall semester of 2015-16 academic years. At the time of the study, there were more than 300 students, who were all at A2 level. “Istanbul” was the chosen textbook that students used at that time. 
2.2 Participants
Three classes were randomly selected for the study – 63 learners (34 female; 29 male). They were learning Turkish for one year at the language center before getting into the faculty of their choice. They came from 25 different countries as set in Table 1. 

Table 1: Countries of Origin of the Students in the Study
		COUNTRIES
       Indian	Malaysia	Philippines	Uzbekistan	Tunisia
       Syria	Mali	Ukraine	Afghanistan	Georgian
       Yemen	Serbia	Azerbaijan	Albanian	Congo
       Turkmenistan	Togo	Saudi Arabia	Kyrgyz	Egypt
        Iraq	Algeria	Sudan	Palestinian	Myanmar
Prior to onset of the study, the purpose of the research was explained, and confidentiality assured. The learners were set free to leave any time if they did not want to respond and were asked to sign that they acceded to participate and to the results of the study being used for research purposes and possible publication. All agreed.
2.3 Data Collection Instruments
Two main qualitative data collection instruments were used: field notes from observations and interviews.
2.4 Observations
The first author visited learners in four regular classroom hours, and observed learners’ attitudes/behavior in an unstructured way and took field notes based on his observations. 
2.5 Interviews
After observations were completed, in order to elicit additional data notably related to what fostered the learners to come to Turkey to get Turkish medium of instruction that is not directly observable in the classroom, of 63 students, 40 were randomly selected for focus group interviews. Focus group interviews were considered appropriate for this study because the presence of others might encourage participants to contribute and help them remember things they might otherwise have forgotten (Dawson, 2009, chapter 3). In the interviews students were allowed to choose either Turkish or English or both, although English was mostly chosen not only because of the low proficiency level (A2) of the students in Turkish but also because of their sense of comfort to express what they want in English. All sessions were audio recorded. The main questions addressed in the interviews were as:
1)	Why do you want to learn Turkish?
2)	How do you achieve it? Which strategies do you generally use to learn better, faster and simpler?
3)	Do you believe Turkish is a good language to learn? Why?
2.6 Data Analysis
Both field notes and interviews were transcribed and analyzed by the authors. A grounded approach was adopted for the analysis of the students’ comments in the interviews. As Dörnyei (2007) explains, a grounded approach involves recursively examining the data for salient themes (open coding stage), which are then grouped around a unifying axis (axial coding stage) before a core category is identified which over-arches the contributing themes (selective coding stage). The overall agreement rate between the two raters was 93.3 per cent; the disparities especially about language learning strategies were then negotiated and resolved.
3 RESULTS
3.1 Language Learning Motivation
The interview data clearly showed that the learners were at the time of the study highly motivated to learning Turkish, generally qualifying their love for instrumental purposes. That is, almost all stated that they came to Turkey either to get a better education or to find a better job after they graduated. In addition, some learners (n=10) wanted to stay/live in Turkey for their rest of life. Other learners (n=15) wanted to further their education at a Turkish medium university with an MA or PhD program. 
Some of the learners stated for their reasons of choice as follows:
	Because I will study at the university and live in Turkey (Syrian)
	I want Turkish to work in this country (Iraq) 
	I want to live in Turkey to find a job (Iraq)
	I am motivated to study Turkish in order to improve my skills and get a good career in the future (Philippines)
	My motivation was that I wanted to learn and know about Turkey and I want to continue my university in Turkish (Afghanistan)
	I want to make PhD; I chose Turkey among a lot of countries (Kyrgyzstan) 
	Getting the better education to help me follow my dreams (Syria)
	My master degree is my motivation. The motivation of my master degree is to help the Islamic people all around the world (Malaysia)
In addition, nine students further stated that they wanted to learn Turkish as they liked either Turkey or Turkish people/culture. For instance;
	I was motivated by learning new language firstly then found that Turkish is close to our culture and as country as well Turkish community are similar to mine in many ways (Iraq)
	I am interested to learn new Language and I want to know more about Turkish culture (Sudan)
	We have similar cultures, I will study sociology in Turkey, I have seen a lot of Turkish movies (Albanian)
	Firstly, I wanted to learn one more important foreign language mostly our culture it is close to Turkish, secondly although I know English but wanted to study my lesson on Turkish (Afghanistan)
	I like Turkey country, it is a wonderful and very beautiful country and many Turkish people is so good (Togo)
3.2 Language Learning Strategy Use
The observations and interview data showed that the learners used almost all types of learning strategies (e.g., cognitive, metacognitive, and social). 180 strategies were extracted from the data in total, of which 30 were cognitive strategies, 110 metacognitive, and another 40 social. These results conclude that while the most frequently used strategy was metacognitive strategies, the least was cognitive strategies. As the participants were learning Turkish both in the classroom and outside in public, they were found to use social strategies as well. But the number of social strategies was not still as high as that of metacognitive strategies.
Related to metacognitive strategies, a lot of students stated they studied Turkish themselves, spending their time after classes revising their notes, doing homework, writing sentences for the learned words, reading story books/newspaper, using flashcard to save new words, being engaged in dictionaries and words. The most commonly stated by the learners was, however, Turkish movies/series – many claimed that they liked watching Turkish films, series, or soap operas to improve their Turkish proficiency.
Another result showed not surprisingly that the learners also used social strategies to improve their speaking skills. It was not surprising because they were learning Turkish both in its natural environment and in the classroom. Many stated that they interacted with people around or forced themselves to communicate with the other students in the dormitory, which gained them a big advantage in their Turkish language development.
However, from the responses not many cognitive strategies were drawn; only 30 was found. In terms of their variety, cognitive strategies were found limited to a few only, such as translating and memorizing words or songs.
4 DISCUSSION and IMPLICATIONS
This qualitative study explored some of the main reasons why learners of Turkish as a second language come Turkey not only to learn Turkish itself but also to receive Turkish medium of instruction at the faculty of their choice. Observations corroborated interviews made with the participants, both revealing that the learners wanted to learn Turkish to get a better education in Turkey and to get a better job when they graduated either in their country or in Turkey. The answer of the first research question was therefore found: learners of Turkish as a second language are instrumentally motivated, at least in our case.
In the classes, the learners were found jovial and engaged, especially when learning and doing activities about Turkish culture. Interviews likewise showed that the learners chose Turkey for their tertiary education whether because of cultural similarity or because of their love to Turkish people/culture. Multiple observations showed that the learners participated the classroom activities, where learners worked together in pairs/small groups to complete a task or to reach a common goal – incorporating such classroom activities and participation of the learners fostered ‘motivational interdependence’ (Griffiths, 2008, p. 28) among themselves and thus they felt more keen, more engaged, and more responsible. The previous studies related to theories of intrinsic motivation (Deci and Flaste, 1996; Ushioda, 1996), classroom studies (for instance, Good and Brophy, 1987), and research on peer tutoring in higher education (for instance, Falchikov, 2001) clearly displayed that incorporation of learners into collaborative learning activities mediate or foster individual motivation to learning that language, Turkish in our case. 
The results of this study are closely related to Gardner and Lambert’s (1959, 1972) two different motivational types known as integrative (learners’ desire for convergence into the target language culture) and instrumental (learners’ desire to use the language practically for their own benefit, for instance by getting into an educational institution, by getting a better job, or higher salary etc.). And as these different constructs are not necessarily exclusive, they are, as Ushioda (2008, p. 22) put it, ‘working in concert with one another’. Given that of these motivational types, especially the instrumental motivation or extrinsic motivation is generally found peripheral in dynamic classrooms, Turkish language teachers should 
	be caring and enthusiastic about involving learners into classroom activities.
	give individual talks to learners to enhance their motivation
	use technology effectively enough to attract learners’ attention, especially getting advantage of mobile phone programs, or data-driven learning activities (Yılmaz and Soruç, 2015)
	know how to adapt textbooks considering learners’ needs or wants
Dörnyei’s (2009, p. 209) recent definition of motivation as “a cumulative arousal, or want, that we are aware of” gives us a clear hint that learners may lose their motivation (as an important construct in second language development) or may cumulatively improve it easily. Therefore, Turkish language teachers should consider their learners’ profile carefully, and the situation in which they are teaching, and then look for alternative ways to take learner to “the apex of engagement” (Oxford and Bolaños-Sánchez, 2016, p. 119), because it is better known that as the learner is engaged, he/she feels more motivated, more confident, and more responsible to the task or goal.
As to the second research question, the present study found the learners using many learning strategies, notably metacognitive strategies, effectively enough to make their learning process faster, simpler, and more enjoyable. For instance, an Egyptian learner stated that “when I go home, I start immediately revising my class notes.” Another from Togo said “although it is rare to find story books written specifically for us, I read storybooks as many as I can and/or find, or reread the stories in my textbook and take notes unknown words.” As clearly seen especially from the latter learner’s response, the student employed many metacognitive strategies to improve his Turkish (e.g., looking for story books, reading a lot of books, doing repeated reading activities, keeping a notebook, and jotting down unknown words). From the same response, however, it is likewise easy to notice that in the textbook market learners have difficulty finding graded reader book series written specifically for them as learners of Turkish as a second language. Therefore, textbook companies should produce both short and long story books but particularly those that meet TSL learners’ needs. Griffiths (2015, p. 426) recently defined language learning strategies as ‘actions chosen by learners (either deliberately or automatically) for the purpose of learning or regulating the learning of language’. It is what was explored in the present study: although having instrumental motivation, the learners employed especially metacognitive strategies deliberately and effectively in order to reach their targeted goal – getting a better education and finding a better job in Turkey. Therefore, Turkish language teachers should
	improve learners’ awareness towards language learning strategies in general, training them in classroom activities.
	prepare tasks or activities in which learners can develop their own learning strategies that best suits their learning style, their learning situation and their learning beliefs.
	encourage learners to use cognitive strategies (e.g., for example repeating, translating, grouping etc.) as well as metacognitive and social strategies.
	elicit learners’ strategies that they use effectively through think-aloud protocols so that the others in the class can learn and use for their own sake.
5 CONCLUSION
This study explored that the main underlying reason why learners come Turkey for a Turkish medium of instruction at tertiary level is finding a better education and then when they graduate a better job in Turkey. Further, in order to achieve their goal, it was found that the learners used a lot of learning strategies both deliberately and effectively. However, these findings should be carefully evaluated because the study is limited to a small number of learners only in one context, and to a few qualitative data collection instruments, thus requiring further studies in the future to establish the veracity of our findings involving more students with more different data collection instruments (for instance, surveys, think-aloud protocols) so that more information can be documented about motivation as a dynamic construct in learning a language and strategy use of learners.
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